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The prevailing educational philosophy of America today
places its emphasis on the fact that our public and private
schools are at risk. The educational foundation of our
society is being eroded by a tide of mediocrity threatening
our future as a nation and a people (National Commission on
Education, 1984:2-3).
The United States General Accounting Office reported in
1985 that 4.3 million young people between the ages of 16
and 24 dropped out of school, 13 percent of the age group.
Of these, 3.5 million were white, 700,000 were black, and
100,000 were from other groups. Moreover, male dropouts
outnumbered female dropouts; approximately 16 percent of
males between 18 and 19 were dropouts, while only 12 percent
of females in the same age group had dropped out (Hahn,
1988:257).
Although the reasons for students dropping out of
secondary schools may vary, it could be that many of these
students become alienated by the school and opt to terminate
their secondary experience before completing the require¬
ments for graduation.
In a quest for accountability in American schools, many
states now mandate or are considering mandating minimal
competency testing as the basis for determining students'
competency (usually in reading and math) and subsequently
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their eligibility for promotion, retention or graduation.
Georgia is one of the states which had made passing a
competency test, the Georgia Basic Skills Test, part of the
graduation requirement (Georgia Department of Education,
1985:2-12).
The Georgia Board of Education in March of 1980 adopted
a policy which put into effect new graduation requirements.
Part of the policy requires students to meet specific
competency standards. Concurrently with the adoption of the
policy, the State Board initiated the development and
implementation of ways to evaluate some of these standards.
The result, the GBST, was developed to assess the academic
competencies of the learner. In relation to the life role of
the learner, the test is to assess student competency in the
area of reading, math and problem-solving. Test items are
designed to measure minimum skills and skill application in
the context of real life and everyday situations (Georgia
Department of Education, 1985:2-12).
Students who entered Georgia public high schools during
the 1981-82 school year were required to take and pass the
GBST. Students who failed could retake the entire test or
the part of the test they failed, until they passed.
Students have three years or six opportunities to pass it.
If they leave school before passing the test, they may
return and take it later. Until styudents obtain a minimum
mastery of 300 on the reading and math parts of the test.
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they cannot receive a high school diploma, but they can
receive a certificate of performance. In the future, the
minimum mastery will be raised to 350 on the reading and 350
on the math section of the test. It is predicted that the
number of students who fail will increase by 25 percent
(Wright, 1984:3-7).
Since the administration of the GBST in Georgia, a
large number of students have failed part or all of the
test. Students who fail it do so for a number of reasons.
The major reason for the failure is the students' lack of
basic skills or competencies needed to be successful on the
test. Feeling poorly on the day the test is administered,
displaying a negative attitude toward the test, lacking
test-taking skills or suffering from test phobia and other
factors might contribute to pupil failure (Wright, 1984:
1-3).
Moreover, the feeling inherent in alienation is
believed to some extent to be the basis for explaining many
commonly observed school and social problems such as
increased rate of adolescent suicide, illegitimate births,
homicides, substance abuse, absenteeism, failure to complete
assignments, careless work, declining test scores, low
motivation, lack of engagement or serious involvement in
school work, disrespect for peers and adults, and vandalism
as well as other aberrant behavior manifested by adolescents
in the secondary schools (Hahn, 1987:256).
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The establishment of public alternative schools at the
secondary level was developed to allow innovative methods of
instructing students who are having difficulty with
academics# with behavior# or with the learning process
within the conventional school. Educators can no longer
ignore the increasing rate of failing scores students are
receiving on standardized tests and the increasing dropout
rates public conventional schools are facing. Consequently#
public administrators have shown foresight in encouraging
the implementation of public alternative schools at the
secondary level.
Furthermore# researchers state that the way a person
performs or behaves in an educational organization (such as
a school or classroom) is determined in part by the
organizational setting (social climate). This setting has
been conceived of as a milieu# culture# atmosphere# feel,
tone or climate. Such terms refer to the internal quality of
an organization# especially as experienced by its members.
Kelley notes that the principal# more than any other
individual# is responsible for the school climate. The
teacher shares this same responsibility for the climate. In
addition# the teacher is accountable in the classroom
(Kelley# 1980:33).
According to an informal survey by the Georgia State
Department of Education# there are at least 36 public
alternative schools in Georgia. Although their small size
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means costs are higher than those of conventional schools,
their popularity is growing (Georgia Department of
Education, 1986).
Alternative schools are represented by a diversity of
styles and program innovations. However, they generally
distinguish themselves from the conventional school by the
following essential characteristics:
A. A management structure conceived and implemented
through the involvement of students, teachers and parents;
B. A geographic locality separate from the traditional
school;
C. A program de-emphasizing competition and emphasizing
growth in the affective domain;
D. A program providing much more diversity in
curriculum and flexibility in scheduling (Ettinge, 1977:17).
Educators agree that the reason for increasing interest
in these schools is a grim numerical fact: Georgia ranks
47th among the states in the percentage of high school
students it graduates. Nationally 29 percent of high school
students drop out, compared with 37.5 percent in Georgia,
according to the most recent figures available from the U.S.
Department of Education (1985). Georgia's public alternative
schools provide small classes and individual attention to
students' school work as well as to the personal and
behavioral problems that affect their academic performance.
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Educators agree that Open Campus and DeKalb Alternative
are addressing two approaches to the same problem; students
who need more individual attention than the traditional
public high school can provide. One key element in providing
that attention at most alternative schools, they say, is
small size, not only of the student body, but of individual
classes (Usdansky, 1989:1).
According to Barr, there are at least three reasons why
alternative schools within the public school system are so
attractive to such widespread and diverse audiences. First
of all, the optional nature of alternatives creates new
structure for public education without forcing families and
teachers into something they do not want. Second,
alternatives are designed to meet different learner needs.
Third, the atmosphere of alternative schools is distinctly
different from that of the conventional schools (Barr,
1980:570-571).
In 1981 the Project on Alternative Education (PAE)
conducted a national survey of the alternative or optional
schools and programs. By early 1982 PAE completed a census
of the alternative secondary schools in the United States.
Two thousand five hundred (2,500) alternative schools were
identified. The survey contributed substantially to the data
base for describing the nature and operation of today's
school of choice. One-third of the responding schools
specialized in career and vocational education, one-third
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eiaphasized the development of vocational and career
education, and one-third were inspired by responding to the
problems involving truancy and dropouts. Yet, alternatives
and options also continue to be prominent elements of
desegregation programs (Raywid, 1983:684-686).
Statement of the Problem
Given the subjective measurement of student and teacher
perception of the organizational climate, and the objective
measurement of academic performance of students attending
both conventional and alternative schools, does a signifi¬
cant correlation exist between the perceptual factors and
the objective measurements of achievement?
Research Questions
1. How does the productivity of the alternative school
compare to that of the conventional school when measured by
the Georgia Basic Skills Test?
2. How does the perception of the organizational
climate of the alternative school compare to that of the
conventional school when measured by the Organizational
Climate Description Questionnaire?
3. How does the perception of the alternative school
compare to the conventional school when measured by the
Survey of Student Perception of School Program?
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4. How does the perceived school organizational climate
as measured by the OCDQ compare to the academic productivity
of the selected schools as measured by the GBST?
5. How does the students' perception of the school's
program as measured by the SSPSP compare to the academic
productivity of the selected schools as measured by the
GBST?
Rationale
Within Georgia's Department of Education there are
public schools of two classes: conventional and alternative.
It has been proposed that a significant difference exists
between the organizational academic climate in both the
conventional and alternative schools. The literature reveals
a current school of thought which is supportive of the
hypothesis that a positive organizational climate affects
achievement. Because the nature of existing studies casts
doubt upon this proposition and because significant
educational resources have been committed to endeavors which
assume the hypothesis to be proven.
Significance of the Study
The alternative school movement within the pviblic
educational system in the United States of America has been
viewed by many as the reform strategy for improving the
nation's public educational institutions. Public alternative
schools have been instrumental in moving education out of
the classroom and into the business sector, social agencies.
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museums and government offices. Public alternative schools
have also been instrumental in developing experimental
curricula for targeted student populations: gifted and
talented, dropout, disruptive, and deficient students (Barr,
1985:570).
The number of public alternative schools has grown from
100 or so in 1970 to more than 2,000 today. Ninety percent
(90 %) of our public school systems provide alternatives
(Barr, 1980:571-572).
These alternative schools have been instrumental in
giving students the option of a secondary educational
program designed specifically to address the students'
individual needs, both academically and behaviorally.
Educators are using alternative schools as intervention
units.
The writer believes that findings from this study could
be of vital concern to school personnel, parents and
students to create and maintain educational environments
conducive to the success of each child.
The question remains, are public alternative schools a
viable source for placing students from conventional
environments who are failing academically? Different
educational environments affect secondary school students in
different ways.
Public school administrators at the secondary level
must be cognizant of the students' learning environment.
10
The findings from this study are of vital concern to
public school administrators, teachers, parents and the
community at large, when addressing the high dropout rate
Georgia and the country are facing. Therefore, the purpose
of the study was to investigate the relationships between
organizational climates as they relate to school achievement
in both conventional and alternative public schools at the
secondary level.
Hypgthesss
The following hypotheses have been developed to guide
this study:
1. There is no linear relationship between school
organizational climate and school achievement as measured by
the GBST in both the conventional and alternative schools.
2. There is no significant linear relationship between
student perceptions of school program and academic achieve¬
ment in the conventional and alternative schools.
AgswmptiQjis
The following assumptions were declared to guide the
study:
1. The study assumes that the OCDQ and SSPSP instru¬
ments were valid measures of the school climate and student
perception of school programs in both conventional and
alternative schools.
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2. The study assumes that, with the exception of school
climate, all other factors (i.e. budget, facilities, books,
curriculum, levels of teacher experience, and equipment) are
equal.
3. The study assumes that admission to the alternative
schools was based on two principal factors; inferior test
scores on the GBST and the express belief that the alter¬
native school will serve to remedy poor academic perform¬
ance.
4. The study assumes that if a student fails the GBST
in the tenth grade, that student may still retake the test
grades eleven (11) and twelve (12).
5. The study assumes that the number of students
retaking the GBST for the first time at the alternative
school is similar to that of those at the conventional
schools.
Limit,atipn,?
This study was conducted during the 1989-90 school year
in DeKalb County School System, Decatur, Georgia. Therefore,
findings may not be generalized to broader populations.
1. The data on organizational climate and students'
perceptions of their individual schools were based only on
the perceptions of teachers and students as measured by the
Organizational Climate Description Questionnaire-RS (OCDQ-
RS) and the Survey of Student Perception of School Program
(SSPSP).
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2. Individual school achievement was based on score
results taken from the 1989 GBST scores for 1987, 1988, and
1989 school years.
Definition of Terms
C<?nvgnti,9naX gggp.n<3ary.. Sclxapls is defined as a group of
persons who get together in the same place at the same time
for defined goals: students to learn and teachers to teach.
In general, teaching is aimed at preparing the student
vocationally and professionally. This preparation should be
either for a career immediately after high school or
college. The curriculum is made up of basic courses that
will be of value to the college-bound and non-college-bound
student. The primary purpose of the curriculum is to develop
academic knowledge. The high school curriculum is developed
so that all students will have a chance to satisfy their
intellectual curiosity. The curriculum is subject to
evaluation and revision to assure the best education for the
student (Georgia Department of Education Quality Basic
Skills Act, 1985:1-12).
Methods of instruction at conventional high schools are
primarily the responsibility of the classroom teacher. Some
methods of instruction used by the teacher in conventional
high schools are as follows: teacher lectures, teacher-led
discussions, teacher demonstrations, class demonstrations,
individual and class presentations, and the use of six 55-
minute periods in each school day. Students are encouraged
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to take as many academic classes as possible, thereby
reducing non-class time.
Attendance and discipline are required every day. Most
discipline is handled by the classroom teacher, and the
school's assistant principal handles the more severe
problems. Evaluations are used for classification. The basic
concept of the conventional high school is more structure
for the students and more teacher accountability for the
student's learning (Georgia Department of Education,
1985:1-12).
Student Perception of School Program is defined as that
set of responses characteristically identified by a
student's point of view as to the relevance, usefulness and
comprehensiveness of the academic programs offered in the
schools (Kelley, 1987:1).
Alternative Secondary Schools refers to educational
curriculum which offers a second choice for students who are
considering interrupting their secondary school experience.
The staff at the alternative schools view education as a
lifelong process of growth and development of an
individual's potential. The staff are also responsible for
helping students acquire specific skills which will enable
them to function as contributing members of the community.
As humanists, the staff encourage participation by students
in school and community affairs. The curriculum at
alternative schools is complemented by many enrichment
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programs. Methods of instruction are flexible. Teachers will
take into consideration students^ interests and needs and
integrate these with the instructional techniques best
suited to reach the common goal of pupil learning in a
particular subject. Attendance and discipline problems are
handled on an individual basis. The teacher and student are
both responsible for directing and implementing learning
activities. The director may be called upon to aid the
teacher where more serious problems arise. Student
evaluation, used for diagnostic purposes, is an integral
part of the alternative schools (Georgia Department of
Education, Education Alternative Unit, 1986:1-16).
School Achievement refers to the academic achievement
level of students' performances as measured by the standard¬
ized test scores. For the purpose of this study, the GBST
will be used to measure school achievement.
School Organizational Climate refers to the set of
characteristics that establish the tone of the school, such
as the collegiality of the faculty, the level of discipline
of the students and the businesslike atmosphere of the
classes.
Correlation is functionally defined as relationship.
Summary and Overview
Alternative schools are designed to meet the needs of
some students on an individualist basis by providing those
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students with highly individualized programs within the
school system's curricula.
Standardized tests and locally developed evaluative
instruments can be used to determine the effectiveness of
the alternative school on an annual basis.
When evaluating alternative schools, there are numerous
factors that need to be t^lken into consideration before
determining the effectiveness of the individualist learning
methodology used to educate high school students. Those
factors are as follows: curriculum, school climate, specific
objectives for the existing program, and the clientele.
Alternative schools in the public educational arena
have made a tremendous impact on America's educational
system. Many states are implementing alternative schools in
order to meet the specific needs of some high school
students.
The survival of alternative schools within our public
school system is not guaranteed. All students cannot
function adequately in a conventional school setting.
Therefore, alternative schools should be designed to meet
the students' needs academically and socially.
CHAPTER II
REVIEW OF LITERATURE
Learning is indispensable for success in the
"information age" we are entering. The people of the United
States need to know that individuals in our society who do
not possess the levels of skills, literacy and training
essential to this new era will be effectively
disenfranchised, not simply from material rewards that
accompany competent performance, but also from the chance to
participate in and contribute to our national life (National
Commission on Education, 1984:2-3).
The literature that deals with public alternative
schools at the secondary level indicates a theoretical
importance which is extensive and varied. The major purpose
of this study, however, was to determine whether there is a
relationship between school organizational climate and
school achievement in both the conventional and alternative
schools. Therefore, the review of the literature will
concentrate on those aspects of the literature most relevant
to this study's theoretical framework: (a) Concept of
Conventional High Schools, (b) Concept of Alternative High
Schools, (c) School Climate, and (d) Student Perception of
School Programs as they relate to student achievement
studied in the theoretical framework.
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Concept of Conventional Secondary Schools
In 1988 the National Education Association (NEA)
Committee on College Entrance Requirements proposed a set of
constant subjects as a core of courses for all high school
students without regard to their educational destination.
The constants recommended in the core were four units of
foreign languages, two of mathematics, two of English, one
of history and one of science. The remainder of the courses
were to be elected by the student. A unit was defined as a
subject studied for four or five periods of at least 45
minutes per week. Furthermore, all high school curricula
were to include as constants three units of English and two
units of mathematics (Gutek, 1988:219).
Secondary education refers to schooling that follows
elementary schooling but precedes higher education in terms
of levels of learning and institutional articulation.
Secondary schooling is transitional between elementary
education and higher education. Institutionally in the
United States, secondary education generally occurs in the
high school. In some instances, however, it may take place
in academies or alternative environments (Gutek, 1988:211).
Concept of Alternative Secondary Schools
Throughout history the school has been a formal
institution, governed by routine and regulations, in which
learning is defined as the study and mastery of literacy
materials, especially books. In such a setting, teachers
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tend to lecture and students tend to recite prescribed
lessons. Throughout history there have been educators who
sought to change schooling into an active rather than a
passive center of learning (Gutek, 1988:213-216).
Progressive educators often differed among themselves
and lacked a unifying comprehensive educational philosophy.
Progressive educators devised alternative instructional
models that stress activities, field trips, problem solving,
projects and other non-traditional educational approaches.
These alternatives centered on the child rather than on the
subject matter; they emphasized activities rather than
passive memorization and recitations; they emphasized
cooperative and socially involved group learning rather than
individualized learning and personal competition among
children (Gutek, 1988:213-216).
We have always had alternative schools in this country.
Private academies, military schools, parochial schools, even
reform schools, have always provided, for certain segments
of the population, an alternative to public education.
Despite some variations in curriculum, most of these schools
closely resemble public schools in the way they are
organized and in the learning environments they offer
students.
In recent years, the term "alternative schools" has
come to refer to a very different kind of institution,
operating outside the mainstream of American education.
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Alternatives include the free schools and street academies
that have sprung up in all parts of the country over the
past decade. These schools seem to come in two varieties,
one based on Summerhillean principles and serving middle-
and upper-middle class students who are turned off by the
authoritarian, lock-step features of mainstream education;
the other, based on the ideas of Kozol, Friere, and
Dennison, 1979, serving most poor kids — black, brown and
white — helping them develop the skills and competencies
they need to survive in an often hostile world. Both
varieties of alternative schools offer learning environments
quite different from mainstream schools. They place much
more emphasis on effective development, provide more
flexibility in curriculum and scheduling, less paternalistic
relationships between adults and students (Brunetti,
1984:54-60).
The term "alternative school" has been more popularly
attributed to a specific kind of alternative which not only
deviates from conventionality but also embodies a great many
of the ideas of the liberal or progressive ideology.
In Table I, Deal offers six theoretical dimensions from
which interpretations of alternative school programs may be
made. The first two dimensions are concerned with the
membership and role definition of the learning community.
Dimensions Three and Four explore what is learned in
the curriculum.
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Dimensions Five and Six outline the differences between
the two kinds of schools with respect to scheduling.
(Ettinge, 1976:17-20).
Table 1
Differences Between Conventional and Alternative Secondary Schools
in Six Important Dimensions of Learning
Learnina Dimensions Conventional Secondary Schools Alternative Secondary Schools









students — anyone who has





State or district prescribed
curriculum. Knowledge divided
into subject areas. Special
programs for non-college-bound
or other "special" students.
Emphasis on cognitive learning.
Wide variation in educa¬
tional substance, dictated
largely by interest of
students; may encompass areas
usually taught in school but
also extends to many other
areas. Emphasis on affective
domain.
Why it is learned
(authority)
Extrinsic motivation; learning to
fulfill requirements, to pass
tests. Authority vested in
teacher; "do what you are told."
Teacher directive.
Intrinsic motivation; learn¬
ing because of interest or
need to know, to learn a
skill or to acquire know¬





Learninq Dimensions Conventional Secondary Schools Alternative Secondary Schools
How it is learned
(methods)
Emphasis on reading, writing,
listening; lecture by teacher
common; some audio-visual aids;
some discussion.
Methods vary as widely as
curriculum; reading, writing,
listening not excluded, but
emphasis on doing and experi¬
encing; all senses involved.
Where learning takes
place (methods)
Learning takes place on campus,
in classroom. Some field trips,
but these are exceptional.




formal classroom is the




hours of 8 and 4; day segmented
into periods or modules.
Learning takes place any¬
time, depending on nature of
learning task; infrequent
scheduling, no time segmenta¬
tions .
Source: Terrance E. Deal, "An Organizational Explanation of the Failure of Alternative
Secondary Schools," Education Review. (April, 1974).
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Hundreds of alternative secondary schools throughout the
United States offer dropouts and potential dropouts a last
opportunity to continue or resume their education. Andrew
Hahn found that New York City's Alternative School System,
truant youths, and/or students with poor academic or
behavioral records improved their attendance by almost 40
percent when they enrolled in an alternative school; they
also earned 60 percent more school credits than they had in
their former schools. Hahn cited Eileen Foley who had
identified two critical elements that could enable
alternative schools to retain more students: the intensity
of the learning environment and the concern accorded the
social and emotional needs of the students. The most
successful alternative schools were those that challenged
the students academically and that provided personal
counseling and were staffed by caring adults. Such
alternative schools shared some of the characteristics
documented in the effective school literature: highly
targeted services for a relatively homogeneous school
population, strong principals, small school size, teachers
who actively participate in counseling students, student
involvement in school governance and classroom activities,
opportunity for learning by doing, and clear standards,
rules and regulations. Alternative schools are often the
best available options for both potential and actual
dropouts, especially if the programs employ reasonable
24
criteria for eligibility, teach real skills, and acconunodate
working students.
There are at least four reasons why alternative schools
within the public school system are so attractive to such
widespread and diverse audiences. First of all, the optional
nature of alternatives creates new structure for public
education without forcing families and teachers into
something they do not want. Second, alternatives are
designed to meet different learner needs. Third, the
atmosphere of alternative schools is distinctly different
from that of the conventional school atmosphere. Students
and teachers feel better about attending the school they
have chosen. Finally, alternative schools provide local
control for parents, students, teachers and administrators
at a time when federal and state controls through the
legislature and the court are on the rise (Hahn, 1987:
262-264).
CASE STUDIES OF PUBLIC ALTERNATIVE SCHOOLS
In 1981 the Project on Alternative Education (PAE)
conducted a national survey of the alternative or optional
schools and programs. By early 1982 PAE completed a census
of the alternative secondary schools in the United States
and identified 2,500 alternative schools. Of these, about
1,200 responded to the survey. The survey contributed
substantially to the data base for describing the nature and
operation of today's school of choice. One-third of the
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responding schools specialized in career and vocational
education; one-third emphasized the development of
vocational and career education, and one-third of the
alternative schools were inspired by responding to the
problem involving truancy and dropouts. Yet, alternative
schools and options also continue to be prominent elements
of desegregation programs.
The survey revealed that staff morale is extremely high
in alternative schools. Ninety percent of the responding
staff displayed real ownership of their program. Attendance
rose in eighty-one percent (81 %) of the responding
alternative schools. Sixty-two percent (62 %) of the
alternative schools' per-pupil costs were the same as or
less than the local programs. Sixty-nine percent (69 %) of
the alternative schools enrolled fewer than 200 students.
Fifty-seven percent (57 %) of the responding alternative
schools identified their teaching methods as one of their
distinctive features, with independent studies being the
most frequently identified learning arrangement used
(Raywid, 1983:286).
Gregory and Smith (1983) conducted a study comparing
students and teachers in 14 alternative schools and 11
conventional high schools in ten different states and
viewed each school's success in meeting student needs. The
subjects were divided into four groups which consisted of
870 students from the alternative schools, 144 alternative
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school teachers, 1,444 conventional school students, and 662
conventional school teachers. The Statement About Schools
Inventory Questionnaire (SAS) was administered to all four
groups.
The SAS contained four scales: the Security Scale,
which focused on student's needs for a stable, orderly and
controlled environment; the Social Scale, which focused on
student's needs for friendship with both peers and adults in
the high school setting; the Esteem Scale, which focused on
student's needs to feel capable and worthwhile; and the
Self-Actualization Scale, which focused on student's needs
to reach full potential as a human being.
The study revealed that the alternative schools were
superior to the conventional schools in meeting student
needs in the following scales: Self-Actualization, Esteem
and Social. The Security Scale was the only exception in the
results. Although the conventional schools showed slightly
higher scores as judged by both the students and teachers,
the differences here were not significant (.05). The
alternative schools also held significantly higher scores
relative to what the school can do to meet student needs.
Daniel Kaczynski (1988) conducted a qualitative
research study which attempted to provide an effective means
to understand the school dropout problem from students who
left the traditional secondary school and attended an
alternative school. Two key questions were formed during the
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study: (1) Why do traditional school dropouts attend
alternative schools, and (2) How does student control impact
the effectiveness of an alternative school.
The study revealed that students at the alternative
school have established a significant level of informal
control. Additionally, four major assertions were supported:
(1) These students experience greater freedom than they
previously experienced at a traditional school;
(2) Student choice has a positive impact on the
effectiveness of the alternative school and academic
achievement;
(3) Students as a group monitor and adjust individual
student behavior in reaction to acceptable group behavior;
(4) Students enjoy the experience of success while
attending the alternative school.
Brooke (1989) conducted a study in six suburban
alternative schools used as dropout prevention programs to
determine how and why these programs encouraged students to
remain in school. Her study identified six characteristics:
(1) method of instruction; (2) class size; (3) program
hours; (4) choice to attend the alternative school; (5)
student-teacher relationships; and (6) teacher-parent
interaction.
These characteristics varied a great deal from the
traditional school program. These changes helped to create a
closer relationship between the teacher and student. This
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relationship allowed a more informal structure to develop.
The school atmosphere (climate) was the one factor that most
significantly influenced students to remain in school.
Alternative schools are designed to meet the needs of
some students on an individual basis by providing those
students with highly individualized programs within the
school system's curricula.
Standardized tests and locally developed evaluative
instruments can be used to determine the effectiveness of
the alternative school on an annual basis.
When evaluating alternative schools/programs, there are
numerous factors that need to be taken into consideration
before determining the effectiveness of the individual
learning methodology used to educate high school students;
those factors are as follows: curriculum, school climate,
specific objectives for the existing program, and the clien¬
tele.
Alternative schools in the public educational arena
have made a tremendous impact on America's educational
system. Many states are implementing alternative schools in
order to meet the specific needs of some high school stu¬
dents .
The siaarvival of alternative schools within our public
school system is not guaranteed. All students cannot func¬
tion adequately in a conventional school setting; therefore,
alternative schools/programs should be available for those
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students requiring specific educational needs. Alternative
schools/programs should be designed to meet the student's
needs academically and socially.
School Climate
The concept of climate is frequently used to describe
the environment in schools. Climate seems to emerge from a
confluence of consistent and predictable relationships
between factors in the school's environment. Stated another
way, school climate refers to the aggregate of indicators,
both subjective and objective, that convey the overall
feeling or impression one gets about school. A school with a
"good” climate is seen as having enthusiastic, hard-working
students; a dedicated, cooperative teaching staff; and a
pervasive sense of trust, mutual respect and support between
teachers and administrators. A school with a climate
perceived as "poor" is likely to be characterized by
alienated students, teachers who are hostile or indifferent
to the students and to one another, and a principal who is
out of touch with teachers. By any standard, student
achievement, parent and teacher satisfaction, student
attrition, and teacher turnover are also variables that
contribute to a school climate and the success of carrying
out the goals of the school (Ellis, 1988:3-5).
Over the past 30 years there have been many attempts to
develop research tools to measure the climate of schools
School climate is a complex concept. Recent studies on
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school climate have used the taxonomy of organizational
climate principles developed to assess existing measures and
to identify the four major dimensions used in measuring
organizational climates:
(a) Ecology: the physical and material aspects of
schools;
(b) Milieu: the social aspects consisting of particular
persons and groups;
(c) Social System: the aspect concerning persons and
patterns of group interactions; and
(d) Culture: aspects of belief systems, values, and
cognitive structures.
Most instruments used to measure school climate
emphasize the cultural and social system dimensions.
Hoy, Kottcamp and Mulhern cite James and Jones whose
1974 study distinguish researchers' perspectives on how to
measure organizational climate. They found two basic
approaches used most frequently in identifying the
characteristics of school climate, which are both
perceptual. The individual attributes approach assumes that
climate is a function of the interaction between personal
and organizational characteristics and can be measured by
individual perceptions. On the other hand, the
organizational attributes approach assumes that climate is a
function of stable organizational properties rather than the
unique perceptions that underlie most of the work in school
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climate. Most theorists and researchers working with school
climate consistently opted to use perceptual definitions and
perceptual measures of climate. The climate studies used in
this study identify climate through perceptual measures of
organizational attributes (Hoy, Kottcamp and Mulhern,
1987:32-33).
Despite widespread disagreement among researchers and
educators concerning how to measure or define the amorphous
"school climate," a consensus has emerged among them that
the person most influential in determining or altering the
climate of a school is the principal. The principal holds
the key to creating the kind of climate that will raise the
morale, commitment and achievement of teacher and student
alike (Ellis, 1988:3-5).
Case (1981) conducted a study of whether students
attending an alternative school within the Dallas
Metropolitan School System (Project 12) perceived the school
climate to be different from that of their previous
conventional high school. Eighty students were asked to
respond to a 17-item school climate questionnaire developed
by administrators in Project 12. Students were asked to
respond to the questionnaire when they enrolled in Project
12. This questionnaire measured their perception of the
climate of their former high school. Five months these
students were given a second questionnaire to assess their
perception of the climate in Project 12. The study revealed
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that the student perceptions of the alternative school were
significantly more positive. On none of the 17 items did the
students participating in Project 12 rate their conventional
school climate as being more conducive for them to learn.
The difference on the scale averaged 1.11 (on a four-point
scale) in favor of the alternative school (Case, 1981:556-
557).
Carol Ann West (1985) conducted a study using Wilbur
Brookover's School Climate Questionnaire in 27 elementary
schools in Paterson, New Jersey. One hundred forty-seven
third and sixth grade teachers participated in the study.
All of the schools used in the study had a majority of low-
income and minority students, but they varied widely in
achievement ratings. The survey was correlated with student
scores on the New Jersey Minimum Basic Skills Test. The data
having been collected and correlated, several statistical
procedures were used to determine the significance of the
relationship between teachers' perceptions of school
academic climate, the social composition of the school
(including race and socio-economic background and the school
social structure), and student academic achievement (West,
1985:451-61).
Higher achievement scores in reading and math among
disadvantaged students were consistently found in schools
with strong instructional leadership by the principal, a
school-wide emphasis on basic skills, parental involvement.
33
and an overall atmosphere of high expectations. On the basis
of these findings. West suggests that schools with a "strong
commitment to basic skills instruction and a supportive
administrator who sets high standards and provides
instructional leadership" can in fact do much to improve
learning outcomes for children in urban schools (Ellis,
1985:5).
Derczo (1987) conducted a study examining 149 Dade
County, Florida, teachers and principals. Four aspects of
school climate were examined: the energy and commitment of
teachers and the extent that they value most and the
instructional help of the principal and other teachers. The
PEMS was administered to the 149 teachers and principals
which measured the principal's instructional and managerial
style. The study revealed that climate aspects are
postulated as affected by the principal's behavior, the
size, complexity amd SES of the school. Math scores
increased and teachers' satisfaction increased with school
and job. Principal-teacher goals congruent for students
ranging from grades seven through twelve, a latency
dimension indicator, are linked to the indirect effect of
school SES and the direct effect of teacher commitment.
The SES did influence student achievement in the goals
attainment dimension.
Kabes (1989) conducted a survey explaining the
relationships among school climate, teacher satisfaction and
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professional growth and development attitudes as perceived
by high school teachers. One hundred seventy-three teachers
from four high schools were selected to participate in the
study.
The teachers were asked to respond to three
questionnaires: the NASSP School Climate Survey, used to
measure the school's climate profile; the NASSP Teacher
Satisfaction Survey, used to measure the affective
perceptions of secondary teachers in their work environment;
and the Teacher Professional Growth and Development Scale,
used to measure teachers' professional growth and
development attitudes.
The study revealed that there was an overall
significant positive correlation (.05) between climate and
growth. Also, there was an overall significant positive
correlation (.05) between satisfaction and growth.
Basically, climate permeates all school buildings just
as it does any social organization. It is a complex set of
interrelated factors, not independent entities, which are
not easily defined or studied, let alone changed. Basically,
there are a multitude of variables operating simultaneously,
which become school climate. As a result, climate is not a
simple construct, but a complex web of interacting threads
which affect the total school. In sum, school climate is
made up by people's norms, beliefs, attitudes and values,
which impact on the conditions, events, and practices of the
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total school environment. Climate not only concerns beliefs,
feelings and expectations about how people get along, but
also how the organization, as a whole, works towards its
common goals — how decisions get made, how problems are
solved, and how people get reinforced within the
organizational structure. School climate is a popular
metaphor for a complex phenomenon that is easy to perceive
but formidably difficult to define, measure or manipulate
(Dumaresg and Blust, 1984:1-92).
Surviving alternative schools have maintained a
positive school climate. They have been schools in which
students and staff feel positive about themselves and
enthusiastic about their school program. Climate has no
doubt enhanced the survival of public alternative schools at
the secondary level by increasing staff commitment.
Alternative schools usually require that staff and students
expend a greater amount of emotional energy than they might
in their conventional school. The surviving alternative
schools have managed to maintain climates in which staff
members do not exhaust their energies but continually renew
them; thus the climate continually provides an element of
stability (Case, 1981:557).
Psrgeption Qf Sgtol PrQgr^m
Research conducted on student perception of school
program, which has implications for the educational
improvement of students' academic performance, has been
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conducted in recent years. These studies reveal that student
responses from self-report instruments have been found to be
reliable and valid measures of the schools' learning
environment,
Student perception measures have typically been found
to explain more of the variance in students' post¬
achievement (Waxman, 1989:57).
Waxman (1989) conducted a study examining black and
Hispanic students' perceptions of classroom instruction and
determined their impact on student academic achievement.
Eight hundred five (805) black and Hispanic students from 36
inner-city schools located in a major midwestern city were
randomly selected to participate in this study. The student
self-report questionnaire. Our Class and Its Work (OCIW),
was used to assess students' perception of their teachers'
classroom instruction and school program.
Students responded on a four-point Likert-type scale to
the forty (40) items included in the questionnaire. This
instrument was developed to measure several teacher
behaviors that had been found to affect student achievement
and contains the following eight (8) scales: Didactic
Instruction, Enthusiasm, Feedback, Instructional Time,
Opportunity to Learn, Pacing, Structural Comments, and Task
Orientation. A t-test for independent samples was initially
used to examine if there were any significant differences on
students' perceptions of the OCIW scale by groups. In a
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conventional multiple regression equation predicting
students' post-reading achievement, dummy variables
measuring the student group variable (i.e., black or
Hispanic) were included as interaction terms for each
independent variable (pre-achievement and the eight OCIW
scales.) Results from the t-test analyses indicated that
black students perceived their teachers to be more effective
on four instructional variables than did Hispanic students.
The multiple regression results revealed that black
students' perception of their teachers' instructional time
and structuring comments significantly explained these
students' gain in reading, while Hispanic students'
perceptions of their teachers' pacing significantly
explained their reading achievement (Waxman, 1989:57-61).
Ellen Kae Doese and Wade Miller (1988) conducted a
study to determine how to reverse the downward trend in high
school vocational (alternative) programs in Iowa. The study
sought to describe high school students' perception of the
agricultural programs. Data was obtained by administering a
questionnaire to four hundred twelve (412) students (72
eighth-grade students, 29 ninth graders and 105 tenth
graders) in the Waterloo-Cedar Palls School District, Iowa.
Responses were received from three hundred six (306) of the
students (seventy-four percent.) A fifty-six (56)-item
survey was administered to all four hundred twelve (412)
students. The survey was analyzed by determining the mean
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scores of each student. The perception of the agricultural
programs was detrimental to most of the subjects. Eight-
seven (87) percent of the students participating in this
study agreed that the agriculture program was seen as
farming and thirty-five (35) percent perceived the
agricultural programs as agribusiness (Doese and Miller,
1988:66).
Dennis Scalon (1982) conducted a study examining the
barriers for recruitment and retention of disadvantaged,
unemployed, underemployed, and out-of-school youth as
perceived by students, teachers, counselors and
administrators participating in alternative vocational
training programs in Florida. Interviews with ten Florida-
area vocational schools directors, a mail survey of two
hundred sixty (260) area vocational schools' professional
staffs, and telephone surveys of ten area vocational school
dropouts and ten re-enrollees were tabulated. The study
revealed that recruitment practices which received the
highest ranking in terms of frequency of use and perceived
success were personal contacts with prospective students
made by past and present students. Approximately thirty (30)
percent of those dropouts who returned cited that personal
contact by school faculty was their main reason for
returning, and the faculty groups perceived the financial
needs of students and inability to attend class as the
greatest program barriers (Scalon, 1988:1-10).
CHAPTER III
THEORETICAL FRAMEWORK AND RESEARCH DESIGN
This study focused on the student academic achievement
in conventional and alternative secondary schools in DeKalb
County (Georgia) Public School System.
First, it sought to identify if any significant
difference existed between school achievement and
organizational climate and school achievement on the GBST
and SSPSP.
Furthermore, the study sought to find if differences
existed between conventional and alternative schools on the
basis of school climate, student perception and school
achievement.
Theoretical Framework
This study focused on the student achievement in
conventional and alternative schools in DeKalb County Public
schools at the secondary level in Georgia.
First, it sought to identify if any significant
differences existed between school achievement on the GBST,
organizational climate, and student perception of school
programs.
Furthermore, the study sought to find if differences
existed between conventional and alternative schools on the
basis of school achievement, organizational climate and
student perception of school programs.
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Independent Variables Dependent Variables










Conventional high school is defined as an institution
at the post-primary level, preparing students vocationally
and professionally; students to learn and teachers to
instruct. In general, teaching is aimed at preparing the
student vocationally and professionally. This preparation
should be either for a career immediately after high school
or for college. The curriculum is made up of basic courses
that will be of value to the college-bound and the non¬
college-bound student. The primary purpose of the curriculum
is to develop academic knowledge and vocational skills and
interests. The curriculum is developed so that all students
will have a chance to satisfy their intellectual curiosity.
The curriculum is subject to evaluation and revisions to
assure the best education for the students.
Method of instruction at the conventional high school
is primarily the responsibility of the classroom teacher.
Some methods used by the teacher are teacher lecture.
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teacher-class discussion, teacher demonstration, class
demonstrations, individual and class presentations, and the
use of six (6) 55-minute-period school days. Students are
encouraged to take as many academic classes as possible,
thereby reducing non-class time. Attendance is required
every day. Most discipline is handled by the classroom
teacher and the school's assistant principal. Evaluations
are used for classification. The classic concept of the
conventional school is more structure for the students and
more teacher responsibility for learning (Georgia Department
of Education Quality Basic Act, 1985:2).
Student perception of school program is defined as that
set of responses characteristically identified by a
student's point of view as to the relevance, usefulness and
comprehensiveness of the academic program offered in school
(Kelley, 1987:1).
Alternative school refers to educational curriculum
which offers a second choice for students who are
considering dropping out or are dropouts. The staff at the
alternative schools view education as a lifelong process of
the growth and development of an individual's potential. The
staff are also responsible for helping the student acquire
specific skills which will enable him to function as a
contributing member of his community. As humanist, the staff
encourage participation by students in community affairs.
The curriculum at alternative schools is complemented by
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many enrichment programs along with the regular high school
curriculum.
Methods of instruction are flexible. Teachers will take
into consideration student's interests and needs and
integrate these needs with the instruction techniques best
suited to reach the common goal of pupil learning in a
particular subject. Modular scheduling is used most
efficiently at alternative schools. The major purpose of
this kind of time scheduling is to provide greater
flexibility in scheduling classes. Attendance and discipline
are handled on an individual basis. The teacher and student
are both responsible for directing and implementing learning
activities. Internal discipline problems are handled by the
classroom teacher. The director may be called upon to aid
the teacher where more serious internal problems arise.
Student evaluation is an integral part of the alternative
schools. Student evaluation is also used for diagnostic
purposes (Georgia Department Education Quality Basic
Education Act, 1985:1-12).
School organizational climate refers to the set of
internal teacher characteristics that distinguishes one
school from another and influences the behavior of the
people in them (Hoy and Miskel, 1987:137).
Dependent Variables
School achievement refers to the academic achievements
of students as measured by the Georgia Basic Skills Test.
Georgia Basic Skills Test refers to certain basic
skills or abilities which must be developed to serve as
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tools for acquiring and applying other skills and knowledge.
Such skills are interdependent with each other and are
included in all academic subject areas. These include
reading, writing and arithmetic. A student who has acquired
these tools of learning has developed the skills which are
broadly described in the Georgia Basic Skills Test booklet.
The GBST will be tabulated and compared in both the
alternative and conventional schools (Georgia Department of
Education, QBE, 1985:1).
Hypotheses
Hypothesis 1): There is no linear relationship between
school organizational climate and school achievement in
conventional and alternative schools.
Hypothesis 2): There is no significant linear
relationship between student perception of school program
and achievement in the conventional and alternative schools.
METHODS AND PROCEDURES
Research Design
The research design used in the study was that of the
descriptive research method, utilizing sample survey
questionnaires. Specifically speaking, the research design
was an ex-post-facto design.
44
Survey research, as an educational investigative
technique, has been used for many years. This technique is a
method whereby the researcher may assess the
characteristics, attitude, and beliefs of various
populations. Survey research appears to provide a reliable
scientific technique for determining educational,
sociological, or psychological opinions and attitudes.
Research surveys are particularly valuable in assessing
applied educational problems such as in this study.
The descriptive research study seeks to describe what
exists, with respect to variables or conditions in a
situation and obtains information concerning the current
status of phenomena.
In view of the nature of the research problem, the
survey research design was selected and utilized because of
its appropriateness in explaining the relationship between
the variables as stated in the hypotheses.
Description of Subjects
The sample in this study consisted of two groups of
subjects from nine high schools of the DeKalb County School
System, DeKalb County, Georgia. The nine schools were
randomly selected from the high schools whose current
principal had been in that role for more than three years.
Eight of the schools in this system are conventional high
schools, and one high school is the alternative school (Open
Campus.) The nine schools represent approximately one-third
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of all the high schools in DeKalb County School system,
thereby representing diverse characteristics in regard to
teacher experience, principals' experience, student racial
composition, student sex, and student socio-economic status.
Forty students for each of the nine schools were
randomly selected, totaling 360. The second group of
subjects were 180 teachers and administrators, twenty from
each of the nine schools.
Instrumentation
The three instruments used in this study are the
Organizational Climate Description Questionnaire-Rutgers
Secondary (OCDQ-RS) [see Appendix A]; Survey of Student
Perception of School Program (SSPSP) [see Appendix B]; and
the Georgia Basic Skills Test (GBST) [see Appendix C].
The Organizational Climate Description
Questionnaire-Rutaers Secondary fOCDQ-RSi
The OCDQ-RS, based on the concept of open to closed
climate, was developed expressly for secondary schools. To
validate the OCDQ-RS, a sample of teacher respondents from
78 New Jersey high schools was used. Exploratory and
replicatory factor analyses of items aggregated to the
school level were conducted using independent samples in
order to assess factor stability and construct validity.
Five stable and reliable subtests were used: Principal
Supportive Behavior, Principal Directive Behavior, Teacher
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Engaged Behavior, Teacher Frustrated Behavior, and Teacher
Intimate Behavior. Second-order factor analysis showed that
the first four factors may be used as an index of climate
along a continuum of open to closed (Hoy, 1987:37-45).
The OCDQ-RS is a 34-item climate instrument with five
dimensions that describe the behavior of secondary teachers
and principals. The instrument, unlike the original OCDQ,
was designed for use in secondary schools. It measures two
aspects of principal leadership: supportive and directive
behavior; and three aspects of teacher interactions:
engaged, frustrated, and intimate behaviors. These five
aspects of school interaction form two basic dimensions of
school climate: openness and intimacy (Hoy, 1987:37-45).
The respondent is asked to decide in each instance how
typical the described behavior is of his principal, fellow
teachers or his school generally. The responses are grouped
for scoring on the five aspects of school interaction. The
following is Hoy, Kottkamp and Mulhern's functional
definition of the five teacher-principal interactions:
Principal Behavior
Supportive principal behavior is characterized by
efforts to motivate teachers by using constructive criticism
and setting an example through hard work. At the same time,
the principal is helping and genuinely concerned with the
personal and professional welfare of teachers. Supportive
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behavior is directed toward both the social needs and task
achievement of the faculty.
Directive principal behavior is rigid and domineering
supervision. The principal maintains close and constant
control over all teachers and school activities down to the
smallest detail.
ggh.ayJ.pr
Engaged teacher behavior is reflected by high faculty
morale. Teachers are proud of their school, enjoy working
with each other, and are supportive of their colleagues.
Teachers are not only concerned about each other, they are
committed to the success of their students. They are
friendly with students, trust students, and are optimistic
about the ability of students to succeed.
Frustrated teacher behavior refers to a general pattern
of interference from both administrators and colleagues that
distracts from the basic task of teaching. Routine duties,
administrative paperwork, and assigned non-teaching duties
are excessive; moreover, teachers irritate, annoy and
interrupt each other.
Intimate teacher behavior reflects a strong and
cohesive network of social relationships among the faculty.
Teachers know each other well, are close personal friends,
and regularly socialize together.
The scores for the above subtests are utilized in order
to map out a profile of the schools' organizational climate.
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The climate types are on a continuum from open to closed.
These five aspects of school interaction form two basic
dimensions of school climate: openness and intimacy. The
conceptual foundations of the OCDQ-RS are clear. Unlike the
original OCDQ, the new measure has two general factors that
are orthogonal. Open school climates may or may not have
intimate teacher interaction. Intimacy is neither a
sufficient nor a necessary condition for openness. Openness
and intimacy are independent aspects of school climate in
secondary schools.
The engagement subtest that is most different in the
OCDQ-RS when contrasted with the original OCDQ is that of
teacher behavior. The scale taps not only teacher behavior
with colleagues, but also behavior and orientations towards
students.
The properties of the five subtests of the OCDQ-RS are
strong. All the scales have high reliability co-efficients,
higher than those of the original OCDQ. The subtests are
reasonably pure; the factor matrices demonstrate that items
load high on one subtest and relatively low on the others.
Moreover, the stability of the factor structures in two
separate samples provides evidence of the construent
validity of the subtests.
The unit of analysis in this study was the school, not
the individual, hence the five aspects of school climate and
organizational properties, not individual ones. The subtest
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that is most different in the OCDQ-RS when contrasted with
the original OCDQ is the engagement subtest. This scale taps
not only teacher behavior with colleagues, but also behavior
and orientation toward students. Engagement seems most
likely to be related directly to student achievement (Hoy,
1987:45-47). [See Appendix A].
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The Survey of Student Perceptions of School Programs
The New York State Effective School Consortia developed
the SSPSP in 1987. The survey was developed as an important
part of a process of obtaining the opinions of all people
involved in the school, with emphasis on the students'
opinions. The survey was developed with the following
assumptions about effective schools:
A. The primary purpose of schooling in our society is
teaching and learning;
B. The degree of a school's effectiveness must be
judged in terms of student outcome data, primarily student
achievement measures;
C. An effective school is one which demonstrates both
quality and equity in its student outcomes;
D. The school has control over many factors which can
significantly influence student achievement.
The purpose of the survey is to obtain the students'
feelings. Student feelings are important because they help
educators plan improvements that are needed in our schools.
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The survey has 46 items that were drawn from current
research on the characteristics of effective schools. There
are no right or wrong answers. Each item was designed to
identify those school characteristics which the student
feels are important. Each item was designed to judge the
degree to which the student feels each characteristic is
exhibited in the school he attends. Upon responding, the
student is asked to draw upon the experiences with the
school this year (Kelley, 1987:1-8).
The respondents are grouped for scoring on the eleven
characteristics of their school. The following
characteristics of effective schools were identified by the
New York State Effective Schools Consortia as (1) Positive
School Climate [six questions]; (2) Planning Process [29
questions]; (3) Academic Goals/High Expectations [three
questions]; (4) Clearly Defined Curricula [two questions];
(5) Monitoring of Student Progress [three questions]; (6)
Teacher/Staff Effectiveness [four questions];
(7) Administrative Leadership [four questions]; (8) Parent
and Commiuiity Involvement Opportunities for Student [four
questions]; (9) Responsibility and Participation; (10)
Rewards and Incentives [four questions]; and (11) Order and
Discipline [seven questions]. (See Appendix B).
Basic Skills Test
In order to measure school achievement, the Georgia
Basic Skills Test (GBST) was administered to all of the
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students in grades ten through twelve. The test was
administered in order to measure students' cognitive growth
and academic achievement with emphasis on reading, math, and
writing skills. The basic purpose is to compare student
academic achievement as it relates to the schools' overall
achievement. All of the students in each school were given
the GBST. The scores were tabulated (T-test) for mean gain
scores. This data were presented in both descriptive and
nominal terms. The GBST was also used to measure student
academic achievement on the standardized test.
A student questionnaire was used to measure student
perception of both the conventional and alternative schools.
Perceptual Dimensions
The dimensions for the OCDQ and SSPSP are not
concurrent. The OCDQ has five dimensions: Principal
Supportive Behavior, Principal Directive Behavior, Teacher
Engaged Behavior, Principal Frustrated Behavior, and Teacher
Intimate Behavior. The SSPSP has eleven dimensions: Positive
School Climate, Planning Process, Academic Goals/High
Expectations, Clearly Defined Curricula, Monitoring of
Student Progress, Teacher/Staff Effectiveness,
Administrative Leadership, Parent and Community Involvement,
Opportunities for Students, Responsibility and
Participation, Rewards and Incentives, and Order and
Discipline.
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Both the OCDQ and the SSPSP essentially measure the
same things but target fundamentally different populations.
It was felt that if both instruments were validated and if
they indeed measured the same things, these results would
tend to coincide.
Location of Study
This study was conducted during the 1989-90 school year
in DeKalb County School System (Georgia.) Participants in
the study were randomly selected from nine secondary
schools — eight conventional and one alternative.
Location of Data
All data collected for the purpose of the study will
reside in the doctoral dissertation data bank at the Clark-
Atlanta University Library.
Criteria for Selection
A sample of nine schools was selected. The alternative
school plus eight conventional schools at the secondary
level were randomly chosen within the following parameters:
1) The schools represented varying degrees of socio¬
economic affluence;
2) One hundred eighty teachers were randomly selected
to participate in this study. Based on an average of ten
subject areas, two teachers were selected in each of the ten
subject areas, bringing to twenty the total of teachers from
each of the nine schools;
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3) Using 800 students as the weighted five-year average
of enrollment, five percent (5 %) or 40 students were
randomly selected from the nine schools to participate in
this study.
Analysis of Data
Both individual and group scores were used for
comparison purposes.
The OCDQ was administered to teachers in both the
conventional and alternative schools to measure school
climate. The SSPSP was administered to students in both the
conventional and alternative schools to measure the
students' perception of their school's program, and the GBST
was administered to all students participating in this study
in order to measure school academic achievement.
The Spearman Correlation-Coefficient was used to test
the hypotheses. The .05 level of probability was set as the
criterion test of significance.
Summary
In Chapter III (Research Design and Procedures), a
general description of the population under study was
presented. The samples drawn from this population were
representative of all the secondary schools in DeKalb,
Georgia. The measurements of their respective academic
performance and perceptions of their schools' organizational
climates were achieved through the use of a state-normed
test (GBST) and both the OCDQ and SSPSP.
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The analysis and interpretation of these data are
included in Chapter IV. Conclusions and recommendations for
further study will be presented in Chapter V.
CHAPTER IV
PRESENTATION OF DATA
Criteria for Selection of the Data
To be considered admissible, the data had to originate
from one of the randomly selected sample schools.
Specifically, it had to originate from one of the teachers
or students chosen as being representative of these
respective schools.
The admissible data items evidence one of three
origins: they are either a sample response to the chosen
instruments (OCDQ and SSPSP) or an average school test score
obtained from the Georgia Basic Skills Test (reading and
math between 1985-1989) for the school sampled. (See
Appendix C.)
Selection of Sample
The first step was to select a random sampling of nine
schools from the DeKalb County set of twenty-five (25)
schools. This was achieved by beginning with an alphabetized
list of the schools.
This list was then assigned a number from one to
twenty-five. A spinner was made and marked with equi-distant
positions labeled one to twenty-five. With each spin the
resulting number was used to select the order for a new
consecutive list of schools. Finally, employing a table of
nine randomly generated numbers, the niimbers between one and
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twenty-five were used once more to reorganize the table.
After the schools were randomly selected, the eight
conventional schools were assigned the codes c-1 through C-8
and the alternative school the code A.
This final selection was considered to be a random
representation of the set of schools operating within DeKalb
County. The twenty-five high schools from which the nine
conventional high schools were selected contained a student
population.
This gives an average student population of twelve
hundred (1200) per school. Based on this average, the nine
selected schools had a population of approximately 10,800.
From these, 360 (or 40 per school) were selected to be a
part of this study. This student sample of 360 represented
three percent (3 %) of the estimated population of the nine
schools.
DeKalb County student-teacher ratio is 28/1, and from
estimated student population of ten thousand eight hundred
(10,800) for the nine schools selected, we derive an average
of three hundred eight-six (386) teachers for the county.
From this number, one hundred eighty (180) or forty-seven
percent (47 %) were randomly selected to be a part of this
study.
In order to fairly reflect the disciplines offered, two
teachers were selected from each subject matter area, there
being ten (10) subject matter areas offered at each school.
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This resulted in twenty (20) teachers finally selected per
school.
The questionnaires (SSPSP and OCDQ) were properly
distributed to and collected from the target population.
Each respondent was advised that a response of zero and a
blank response would by definition be the same.
The responses, once gathered, were tabulated. Questions
that had been reversed to verify consistence were now
adjusted, so that these answers would be comparatively
meaningful. The responses were grouped by dimensions, by
respondent, and by school. Calculations were made along
these lines, group totals and averages were obtained and
consolidated until an average was obtained from each school
and each dimension. A final average was obtained by school
for each instrument. The resulting averages were ranked in
descending order from that having the most favorable to
least favorable score.
The results of the GBST by scores for each of the
selected schools in math and reading were also averaged and
ranked by results. At this point it was determined that the
data were ready for statistical treatment.
Treatment of Data
The GBST scores are central to the analysis of the
perceptual results. Therefore, they were treated first. GBST
scores come in a format which offers the average obtained by
the student body in a given school in both reading and math.
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Each test is offered annually and the results are
available longitudinally. Since the SSPSP and the OCDQ were
not available in depth, the only purpose to be served by
longitudinal treatment of the GBST was to establish how
large a change in base score could occur between one year
and the next, and what positive and negative tendencies may
be evident in the sample taken.
A basis for comparison was necessary, and it is
generally well accepted that there is a correlation between
math and reading. For this reason we considered it redundant
to separately compare these results with the questionnaires
(SSPSP and OCDQ). Since the annual fluctuation in math and
reading at any given school could vary by as much as five
points, particularly on the high end of the scale, a three-
year weighted average was considered to offer a more stable
base for comparison or contrast.
Traditionally, English and math have been used as the
basic measure of human ability. Ability and achievement
tests have been developed and refined. These pervasive tools
are highly regarded and relied upon by universities for
screening and admission as well as by states to determine
the quality of educational competency on basic skills. (See
Table 2).
Table 2
Georgia Basic Skills Test
Three-Year (1985-1989) Weighted Averages
and Positive-Negative Changes on Academic Achievement
:hool 85-87 % 86-88 % 87-89 % 3-vr. Avq. % +Chanqei
C4 340.83 85.21 337.33 84.33 340.00 85.00 339.00 84.75 -.28
C5 338.33 84.58 335.17 83.79 336.50 84.13 336.67 84.17 -.78
A 325.00 81.25 327.50 81.88 326i5D : 81.63 326.33 81.58 .50
C6 328.83 82.21 324.33 81.08 324,00 81.00 325.72 81.43 -1.61
Cl 321.00 80.25 321.17 80.29 322.33 : 80.56 321.50 80.38 .44
C7 320.50 80.13 320.17 80.04 320.50 80.13 320.41 80.10 0.00
C2 319.17 79.79 319.50 79.88 320.65 80.16 319.77 79.94 .49
C3 316.17 79.04 316.85 79.21 318.50 79.63 317.17 79.29 .78






In order to compare the results of the different
measures of productivity which have been applied, it
behooves us to reduce these results to a common unit of
measure. Because the GBST represents the most objective set
of measurements, it forms the basis upon which this
comparison is made.
The GBST reading and math scores were combined, forming
an index of academic productivity, in order to simplify the
complicated statistical comparisons which would result from
separate treatment.
The GBST is predicated upon a four-point system in
which 400 equals a perfect score and 300 equals a passing
score. These numbers lend themselves to a comparison by
translation into percentages. Therefore, in percentages, 400
would equate to 100 percent and 300 would equate to 75
percent.
Specifically addressing the combined reading and math
scores on the GBST obtained by the schools under
consideration, the lowest score was a 314.11 and the highest
score was 338.55. In terms of percentages, 314.11 translates
to 78.53 percent and 338.55 is equal to 84.64 percent.
The point spread on the GBST was 24.44 between the
lowest and highest scores. In terms of percentages, this
reduces to a range of 6.11.
This spread represents the reality of the productivity
of the schools being studied. Both the OCDQ and the SSPSP
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represent subjective measures of this reality. Because they
are subjective and because the unit of measure was
independently determined, a point of difference on others of
these two tests is not directly equivalent to a point on the
GBST. The need for a common denominator resulted when it was
realized that the subjective range of perceptions and the
objective range of productivity were equal and that within
the range differences between perception and reality after
the reduction to a common unit should be negligible. (See
Tables 2, 3, 4, and 5.)
Research Questions
1. How does the productivity of the alternative school
compare to that of the selected conventional school when
measured by the GBST?
The results of the comparison between the alternative
school and the selected conventional schools based upon the
GBST scores places the alternative school above the mean (65
percent) of the schools measured. The alternative school (A)
ranked third from the top and highest of all the schools
within a 1 point of the mean.
The percentage range order also shows a tendency for
four of the schools (C4, C5, C3 and C8) to distance
themselves an average of 3.3 percentage points (see
Table 3).
Table 3































2. How does the perception of the organizational
climate of the alternative school compare to that of the
selected conventional schools when measured by the OCDQ?
A close look at the results of the OCDQ reveals some
interesting observations. The alternative school scored
higher than any other school selected in this study. The
alternative school was unique in that it scored 5.83 points
above the mean (63.94). Scores ranged from a low of 60.25 to
a high of 69.75. The data evidenced a tendency to cluster in





OCDO Y% (Y - Y)
Difference
in Score Pts
A 69.75 84.64 3.73 5.81
C7 66.75 82.71 1.80 2.81
C6 65.50 81.91 1.00 1.56
C4 64.50 81.26 0.35 0.56
C2 63.75 80.78 -0.13 -0.19
C3 61.75 79.50 -1.41 -0.19
Cl 61.75 79.50 -1.41 -2.19
C8 61.50 79.33 -1.58 -2.44
C5 60.25 78.53 -2.38 -3.69
Average 63.94 80.91 Range 9.50





In order to facilitate the comparison between the
subjective (OCDQ) and objective (GBST) scores, the OCDQ was
reduced to a percentage basis, as was the GBST.
3. How does the perception of the alternative school
compare to that of the conventional schools when measured by
the SSPSP?
The SSPSP scores revealed that the alternative school
ranked first with a score of 84.64. The distribution of the
SSPSP score around the mean approximates a parabola with a
positive co-efficient of X® (see Table 5).
Table 5
SSPSP Statistical Calculations




A 82.01 84.64 2.97 7.29 7.28
C6 79.46 83.60 1.93 4.74 4.73
C2 79.19 83.49 1.82 4.47 4.46
C7 78.23 83.10 1.43 3.51 3.50
C3 75.70 82.06 0.39 0.98 0.97
Cl 70.68 80.02 -1.65 -4.04 -4.05
C8 70.20 79.82 -1.85 -4.52 -4.53
C5 70.00 79.74 -1.93 -4.72 -4.73
C4 62JH 78.53 -3.14 -7.68 -7.69
AVERAGE 74.73 81.67 RANGE 14.97





4. How does the perceived school organizational climate
as measured by the OCDQ compare to the academic productivity
of the selected schools as measured by the GBST?
A rank order comparison between the GBST and OCDQ shows
that school C4, while first on the GBST, is fourth on the
OCDQ; Cl is fifth on the GBST but sixth on the OCDQ; and C5
is second on the GBST and ninth on the OCDQ. The other
schools show similar differences in rank order on the two
sets of scores (see TaUDle 6).
Table 6
Rank Order Comparison Between GBST and OCDQ
Rank School OCDO Rank School GBST
1st A 69.65 1st C4 84.64
2nd C7 66.75 2nd C5 84.46
3rd C6 65.50 3rd A 81.58
4 th C5 64.50 4 th C6 81.45
5 th C2 63.75 5 th Cl 80.38
6 th C3 61.75 6 th C7 80.10
7 th Cl 61.75 7 th C2 79.30
8 th C8 61.50 8 th C3 79.29
9 th C5 60.25 9 th C8 78.53
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5. How does the students' perception of the school
program as measured by the SSPSP compare to the academic
productivity of the selected schools as measured by the
GBST?
Comparing the results of the GBST against the SSPSP,
two large changes are immediately noticeable. Conventional
schools C4 and C5 which ranked first and second on the GBST
descended to the last two ranks on the SSPSP. The only other
large change to be seen was conventional school Cl which
ranked fifth on the GBST and sixth on the SSPSP (see
Table 7).
Table 7





4 th C7 78.23
5 th C3 75.70
6 th Cl 70.68
7 th C8 70.20
8 th C5 70.00





4 th C6 81.45
5 th Cl 80.38
6 th C7 80.10
7 th C2 79.30
8 th C3 79.29





There is no significant linear relationship between
organizational climate and school achievement as measured by
the GBST among conventional and alternative schools.
No linear relationship exists between the
organizational climate and school achievement as measured by
the GBST among the selected eight conventional schools and
one alternative school, as evidenced by the correlation co¬
efficient (Spearman Ranked Order of Co-efficient) of -0.37
which describes the relationship between the GBST and the
OCDQ (see Figure 1 and Table 8).
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Table 8
Spearman Rank Correlation of
















There is no significant linear relationship between
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student perception of school program and academic
achievement.
No linear correlation exists between student perception
of school program and achievement in the conventional and
alternative schools as evidenced by the correlation co¬
efficient (Spearman Rank Order of Co-efficient) of 0.17
which describes the relationship between the GBST and the




















































The use of the GBST and the OCDQ to study the schools
selected for this study revealed characteristics which made
categorization difficult. The four most productive (C3, C4,
C5, C8) and the least productive (Cl, C2, C6, C7) schools
were conventional with regard to their academic success as
measured by the GBST.
Three schools (C8, C6 and A) stood out in terms of
climate. This group, comprising one-third of the sample,
averaged fourteen points in distance from the climate. The
other sixty-seven percent of the schools did not place
further away than seven points from the climate axis. Four
schools (Cl, C2, C3, and C7) are grouped between the GBST
limits of 317.17 and 321.5 and the OCDQ limits of +5 and -7
(see Figure 3.)
Positive/NegativeScoresnOCDQ






The employment of the SSPSP in addition to the previous
instruments served to focus the perspective gained and to
answer the questions arising from the hypotheses. The nature
of the instrument provided a scatter diagram in which the
data were located within quadrant one. Again C4 and C5
formed a pair which stood out academically. Conventional
schools Cl and C2, although slightly more distant from each
other, were very close to the 80.50 boundary on both the
abscissa and the ordinate. It is noteworthy that C4 and C5
are below the 80.50 boundary of the abscissa (see Figure 3).
The alternative school (A) was prominent in terms of
school program, yet it was just barely above the mean of
academic performance on the GBST. Again a distinct cluster
of four conventional schools occurred, but this time they
were composed of C2, C3, C6, and C7. This group was above
the mean on the SSPSP but below the mean on the GBST. Again
the data distribution revealed no unique functional
relationship applicable to all of the data in the sample.
Recommendation
At this time it is appropriate to examine the holistic
aspects of the situation. A set of secondary schools (eight
conventional and one alternative) have been studied in the
light of the OCDQ and the SSPSP to reveal any indication of
the existence of a significant relationship between
organizational climate or school programs to academic
productivity as measured by the GBST. The analysis of the
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data indicated no immediate vinculum between the factors
under consideration.
The vectored index of change generated by the three-
year weighted average (see Table 2) of academic performance
suggested that the dynamic forces under study possessed
another significant dimension: time. If true, then it would
be possible to hypothesize that organizational climate and a
school's program apply pressure upon a school's academic
productivity. Furthermore, this pressure results in a
continuous, directed change which corresponds to the
vectored index of change obtained from the three-year
weighted average of academic performance on the GBST. If the
nature of the environment is primarily produced by the
school directive, then as the administration of a school
changes its managerial style, the organization adapts itself
to the style of the management. Simultaneously, the
managerial influences are reflected by the school program.
Management will continue to exert pressure for change to
both of these until it becomes satisfied with performance.
If management views discipline and a directive style as
leading to greater academic achievement, then managerial
pressure will be in this direction, even if the behavior is
not appropriate to the personality of the academic
community. Although reality may present more permutations,
the following miniatures represent the basic scenarios:
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1) A school at its academic nadir is assigned a
principal who motivates the academic community and guides
their efforts into more productive channels. This school
would show a vector pointing toward greater achievement and
a more positive perception of school program and climate;
2) A school at the apex of positive behavioral
perception and just passing the academic mean is assigned a
principal who in the endeavor to increase achievement
sacrifices the positive perception achieved by his
predecessors which could lead to decreasing achievement
scores;
3) A school with high achievement but a neutral
perception of climate and program is assigned a principal
who endeavors to maintain the academic standards by "running
a tight ship" and who does not perceive nor adequately
manage those behaviors which sustain academic success. This
school could very well be described as having a vector
leading toward a highly hostile perception or climate and
program as well as toward average academic achievement; and
4) A school with a highly hostile perception of climate
and program and average to inferior academic achievement is
assigned a principal who would generally find that, despite
all efforts, the inertia of a large organization requires a
massive effort to achieve a turnaround, by which time a
measure of success would have brought the school to the
circumstances of our first scenario.
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The most important issue that has been raised requires
that a study be effected which will measure the longitudinal
results of managerial influence through the forces of




The findings presented in Chapter IV indicate that a
linear function cannot describe the relationship between
student perception of school program and achievement in the
conventional and alternative schools. Furthermore, no
significant relationship exists between organizational
climate and school achievement as measured by the GBST among
conventional and alternative schools; consequently, the
acceptance of the null hypothesis.
All new admissions to the alternative school originate
from one of the following three sets of student
characteristics. The first and largest group of students
consists of those who have taken and failed to score above
300 on the GBST. The second group consists of those students
who were evaluated by their teachers as being academically
at risk. And, the third major group is composed of students
whose attendance pattern was so unacceptable that it
affected their academic perfczmance.
At the moment of transfer these students' academic
performance was considered to be in the lowest percentile of
the referring schools. The academic achievement evidenced by
these students as members of the alternative school on the
GBST demonstrates that the average performance is superior.
The academic change evidenced by the consistently high
average scores of students recruited entirely from the
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finest academic strata of the schools with which, as a
group, now favorably compete, is notable.
The evident change in academic behavior after admission
to the alternative school is indicative of a behavioral
change in these students. This, in turn, points to the
presence of forces or conditions which fostered productivity
beyond their experience immediately prior to their transfer
from conventional schools. The consistently superior scores
of the alternative school year after year is evident by







6905 Smoke Ridge Drive
Fairburn, Georgia 30213
Professor Wayne K. Hoy
The State University of New Jersey
Rutgers, Graduate School of
Education
10 Seminary Place
New Brunswick, New Jersey 80903
Dear Professor Hoy,
My name is J. Aldo Haig. Presently, I am a Doctoral Student
at Clark Atlanta University. During the fall semester 1989,
I will be conducting my dissertation research project titled
"An Examination of School Achievement, Organizational
Climate and Student Perception of School Programs of
Conventional and Alternative Schools at the Secondary










6905 Smoke Ridge Drive
Fairburn, Georgia 30213
Dear Hr. Haig;
You have my permission to use the OCDQ-RS in your research.
I have enclosed an article on the OCDQ-RS, a copy of the
OCDQ-RS and a copy of the scoring instrument.
The only request I make of you is that you reference the
article in any manuscript or publication which you write,






O C D Q - R S
DIRECTIONS: The following are statements about your school. Please indicate the
extent to which each statement characterizes your school by circling the appropriate
response.
RO=RARELY OCCURS? SO=SOMETIMES OCCURS? 0=0FTEN OCCURS? VO=VERY FREQUENTLY OCCURS
1. The mannerisms of teachers at this school are annoying.
2. Teachers have too many committee requirements.
3. Teachers spend time after school with students who have
individual problems.
4. Teachers are proud of their school.
5. The principal sets an example by working hard himself/herself.
6. The principal compliments teachers.
7. Teacher-principal conferences are dominated by the principal.
8. Routine duties interfere with the job of teacher.
9. Teachers interrupt other faculty members who are talking
in staff meetings.
10. Student government has an influence on school policy.
11. Teachers are friendly with students.—
12. The principal rules with an iron fist.
13. The principal monitors everything teachers do.
14. Teachers' closest friends are other faculty members
at this school.
15. Administrative paper work is burdensome at this school.
16. Teachers help and support each other.
17. Pupils solve their problems through logical reasoning.
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO SO 0 VO
RO so 0 VO
RO so 0 VO 0°
RO so 0 VO
RO so 0 VO
APPENDIX C — Continued
18. The principal closely checks teacher activities. RO SO O VO
19. The principal is autocratic. RO SO O VO
20. The morale of the teachers is high. RO SO 0 VO
21. Teachers know the family background of other faculty members. RO SO o VO
22. Assigned non-teaching duties are excessive. RO SO O VO
23. The principal goes out of his/her way to help teachers. RO SO 0 VO
24. The principal explains his/her reasons for criticism
to teachers.— RO SO 0 VO
25. The principal is available after school to help teachers
when assistance is needed. RO SO 0 VO
26. Teachers invite other faculty members to visit them at home. RO SO 0 VO
27. Teachers socialize with each other on a regular basis. RO SO O VO
28. Teachers really enjoy working here. RO SO O VO
29. The principal uses constructive criticism. RO SO 0 VO
30. The principal looks out for the personal welfare of the faculty.— RO SO O VO
31. The principal supervises teachers closely. RO SO O VO
32. The principal talks more than listens. RO SO o VO
33. Pupils are trusted to work together without supervision. RO SO O VO
34. Teachers respect the professional competence of













East Greenbush, New York 12061
Dear Mr. Kelly,
My name is J. Aldo Haig. Presently, I am a Doctoral
Student at Clark Atlanta University. During the fall
semester 1989, I will be conducting my dissertation research
project, titled, "An Examination of School Achievement,
Organizational Climate and Student Perception of School
Programs of Conventional and Alternative Schools at the
Secondary Level." I would like to use and receive a copy of











East Greenbush, New York 12061
October 25, 1989
Mr. Joseph Haig
6905 Smoke Ridge Drive
Fairburn, Georgia 30213
Dear Mr. Haig,
You have my permission to use the New York State Effective
Schools Consortia Survey of Student Perception of School
Program.
Please send two hundred dollars ($200.00) for copies of the






NEW YORK STATE EFFECTIVE SCHOOLS CONSORTIA
SURVEY OF STUDENT PERCEPTIONS OF SCHOOL PROGRAM
You must indicate two responses for each item; how important
it is to you and how much it exists in this school, this
year. If a statement does not apply at all to your school,
leave both columns blank. Answer all statements keeping in
mind only the one building you indicated at the top of the
front page.
A=ALWAYS; UNUSUALLY; S=SOMETIMES; R=RARELY; N=NEVER
The school buses run on time. A U S R N
Students are involved in school activities. A U S R N
POSITIVE SCHOOL CLIMATE
1. The school is a safe and secure place
to learn. A U S R N
2. The school is kept clean and in good repair.— A U S R N
3. Teachers treat students fairly. A U S R N
4. All students are respected. A U S R N
5. Teachers give extra help to students who
need it or want it. A U S R N
6. Students have pride in their school. — A U S R N
PLANNING PROCESS
7. Teachers and students work together to solve
problems in this school. A U S R N
8. Students plan and work on events
and activities. A U S R N
ACADEMIC GOALS/HIGH EXPECTATIONS
9. Learning is the most important reason for
going to school. A U S R N
10. Teachers tell parents what they expect
from students. A U S R N
11. Teachers emphasize each student's successes
rather than failures. —-— A U S R N
CLEARLY DEFINED CURRICULA
12. Students are told what they are studying
and why it is important. A U S R N
13. Books and class activities are neither too
hard nor too easy. — A U S R N
92
APPENDIX F, continued
MONITORING OF STUDENT PROGRESS
14. Teachers let students know how well they are
doing in each subject. A
15. Teachers use many different ways to keep
track of how well students are doing in each
subject area (teacher~made and standardized
tests, written assignments, discussions
and homework). A
16. Teachers try to understand how students
think and feel. A
TEACHER/STAFF EFFECTIVENESS
17. Teachers know their subject area well. A
18. Teachers are friendly and support students. A
19. Teachers feel that homework is important. A
20. Teachers are respected in this school. A
ADMINISTRATIVE LEADERSHIP
21. The principal is seen often walking through
the school. A
22. Class time is not often interrupted. A
23. The principal asks students for
their opinions. — A
24. The principal supports student groups
in this school. — A
PARENT AND COMMUNITY INVOLVEMENT
25. Parent groups are active in this school. A
26. Parents are aware of the homework policy
of the school. A
27. Teachers let parents know how well students
are doing. A
28. This school encourages students'
participation in community activities. A
OPPORTUNITIES FOR STUDENT
RESPONSIBILITY AND PARTICIPATION
29. There is an active student government
in this school. A
30. There is good communication between students
and the principal. — A
31. All students get to use the school's
computers. A
32. Handicapped students can participate in
all programs in this school. A
33. This school provides opportunities for
students to explore careers and engage in
learning experiences outside of the regular
classroom.
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N
U S R N




RESPONSIBILITY AND PARTICIPATION (con't)
34. Students are satisfied with the variety of
extracurricular activities in this school
(clubs, sports, etc.). A U S R N
35. Students attend and/or participate in school
activities. A U S R N
REWARDS AND INCENTIVES
36. This school rewards excellence in achievement,
good behavior, and attendance. A U S R N
37. All students know what they need to do
in order to receive awards. A U S R N
38. All students have an equal opportunity
to succeed and be recognized. A U S R N
39. Student achievements are featured in school
and community newspapers. A U S R N
ORDER AND DISCIPLINE
40. Students understand the school rules. A U S R N
41. Students feel that the school rules
are fair. A U S R N
42. Parents support the school's discipline
policy. A U S R N
43. Teachers agree on discipline procedures. A U S R N
44. Students are disciplined in a manner which
stresses behavior, not personality. A U S R N
45. Students treat teachers with respect. A U S R N








My name is Joseph A. Haig. Presently, I am a teacher at
(DeKalb County School System).
During the Fall semester, I will be conducting Research for
my Dissertation at Clark Atlanta University, entitled
"School Achievement, Organizational Climate, and
Administrative Structures of Conventional and Alternative
Schools at the Secondary Level," with permission from DeKalb
County School System (see enclosed letter). Your school was
randomly selected to participate in an educational research
study that attempts to examine student/teacher attitudes
towards their school. The findings from this study will
constitute a Doctoral Dissertation at Clark Atlanta
University, which could possibly further enhance
professional educators' awareness of the need to
continuously explore the educational climate in our public
schools.
I would like permission to administer two surveys in
your school next week. Twenty of your teachers are asked to
complete the Organizational Climate Description
Questionnaire and forty students (from the eleventh grade)
are asked to complete the Survey of Student Perception of
the School. Only the combined responses to the
Questionnaires will be used, therefore, no single response
will be identified, and no individual names of schools or
persons will be utilized in this study. I sincerely thank
you for your assistance in this endeavor. If there are any
questions, please feel free to call me at Cedar Grove High







Cedar Grove High School
2360 River Road
Ellenwood, Georgia 30049
Dear Parents and Students,
With permission from the DeKalb County School System
and your local school principal, your child is being invited
to participate in an educational research study that
attempts to examine student attitudes towards their
classroom experience. The findings from this study will
constitute a Doctoral dissertation at Clark-Atlanta
University, which could possibly further enhance
professional educators^ awareness to the need to
continuously explore the impact of their behavior on student
attitudes towards the school they are enrolled in.
To secure the data for this study, your child is being
asked to respond to an item questionnaire which will be
administered by his/her classroom teacher. Time required to
complete the questionnaire is 10 minutes or less, only
combined responses to the questionnaire by all students will
be used, therefore no single response will be identifiable,
and no individual names of schools or persons will be
utilized in this study.
I sincerely thank you for your assistance in this
endeavor. If there are any questions, please feel free to





I, (parent) have read the above









Student attitudes and behaviors are a concern to
professional educators at all levels of education. It is
believed that some students do better, academically and
behaviorally, in alternative educational settings compared
to the conventional school.
With permission from the DeKalb School System and your
building principal, you are being asked to participate in a
Doctoral Dissertation study concerning the relationships
between school achievement and organizational climate in
both alternative and conventional high schools.
The procedures, step by step:
1. Read directions to the questionnaire
2. Fill out instrument
3. Return questionnaire and answers to your principal.
It goes without saying that any information that you
provide will be held in the strictest of confidence.
Furthermore, you are being asked not to identify yourself on
the questionnaire or answer sheet. I would gladly share the
results with all persons who are interested.
The number on each package is for research control.












Dr. Edward Bouie, Sr.
Associate Superintendent
Program Development and Staff Assessment
DeKalb County Board of Education
3770 North Decatur Road
Decatur, Georgia 30032
Dear Dr. Bouie
I am a doctoral student at Clark Atlanta University in the
area of Education Administration and Policy Studies.
Presently, I am doing a study to examine the relationship
between academic achievement and organizational climate in
alternative and conventional schools in DeKalb County school
System.
Design
The following procedures will be incorporated to reach the
objectives of this study;
1. Through the process of random sampling, the researcher
will select nine (9) high school, eight (8) conventional
schools and one (1) alternative school (open campus).
2. Principalis permission will be obtained from the nine
high schools in the sample before teachers and students are
surveyed.
3. The appropriate number of questionnaires and teachers'
permission letters will be given to subjects to be studied.
4. Teachers will complete the Organizational Climate
Description Questionnaire (OCDQ) on his/her off-duty time.
5. Students will complete a questionnaire. The approximate





Dr. Boule -2- March 23, 1989
6. Teachers and students will return all data to the
principal for retrieval by the researcher.
7. Respondents' names will not appear on the questionnaires
to insure complete anonymity.
8. The findings will be recorded, conclusions reached, and
interpretations of the data will then be formulated and
presented in the final dissertation copy.







DeKalb County School System







This letter serves as permission for you to conduct your
research project in the DeKalb School District.
As you know, our major focus in the school system is to
raise the level of student achievement, therefore, you are
expected to adhere to the following criteria;
1. There must be an anonymity of school system personnel
that may be used in the research.
2. You cannot interfere nor take away any instructional time
of students and teachers.
3. A completed copy of the results should be filed with my
office.
You will be under the direction of Dr. Ganga Persaud,
Department of Research and Evaluation. When you are ready to
begin your research, please contact him at 292-6613.
If I may be of further help, please let me know.
Sincerely,
/s/
Edward L. Bouie, Sr.
Associate Superintendent
ELB:ocb
Copy to Dr. Ganga Persaud
APPENDIX L
BASIC SKILLS TEST
School '82 '83 '84 00 '86 '87 '88 '89 '82 '83 '84 '85 00 '87 0000 '89
STATE 329 328 330 331 330 331 329 332 320 319 322 322 323 324 325 327
DEKALB 335 333 334 334 333 331 329 334 328 323 326 325 326 324 324 327
Avondale 322 325 328 327 327 327 324 328 313 315 318 317 316 318 318 322
Briarcliff 338 334 335 334 333 329 323 328 324 325
Cedar Grove 327 327 324 324 322 324 324 326 319 316 313 314 316 315 316 319
Chamblee 339 340 343 338 336 339 338 338 333 330 337 332 333 333 332 331
Clarkston 338 334 333 337 335 330 327 336 328 323 326 326 327 322 323 328
Columbia 320 318 320 320 321 322 320 324 311 307 310 311 311 312 315 318
Cross Keys
Druid Hills
337 336 336 335 330 325 328 330 325 324 325 323 322 320 324 324
340 335 334 334 336 336 337 341 330 324 327 324 327 330 331 336
Dunwoody 346 346 344 344 344 340 340 345 344 339 341 337 342 338 336 341
Gordon 319 315 321 320 318 312 304 309 309 307
Henderson 349 343 346 345 339 340 334 341 342 334 338 338 334 334 330 338
Lakeside 347 344 339 337 339 336 334 338 340 332 331 329 332 329 331 332
Lithonia 335 327 328 330 330 329 325 329 328 319 321 321 322 321 329 321
Peachtree 341 338 338 335 341 336 — 336 331 334 331 334 333 —
Redan 344 342 339 339 336 332 331 334 336 330 330 330 327 325 326 328
APPENDIX L, continued
School '81 '83 '84 '85 '86 '87 '88 '89 '82 '83 '84 '85 '86 '87 0000 '89
Sequoyah 338 336 337 334 333 330 328 328 324 324 324 325 321 325
—
Shamrock 340 340 337 337 333 336 330 330 335 331 330 329 327 327 324 324
SW DeKalb 330 323 328 325 327 327 321 327 321 311 316 312 316 316 314 318
S. Mountain 341 342 343 340 339 336 334 338 337 335 333 330 332 332 329 332
Towers 325 326 330 326 321 325 321 328 316 314 321 316 316 317 314 321
Tucker 341 339 341 342 339 340 338 344 334 331 334 333 333 334 335 336
WaIker/McNair 320 316 320 319 319 316 315 321 310 303 309 306 309 305 311 313
0. Campus E 314 315 311 307 302 309
0. Campus W 330 316 327 326 337 330 329 334 318 304 314 312 325 320 324 322
Hamilton Alt 319 331 318 319
Note: The 1986 scores for Druid Hills and Walker have been adjusted due to
the closing of Briarcliff and conversion of Gordon to a Jr. high school.
The 1987 scores for Dunwoody have been adjusted to reflect the conver¬
sion of Peachtree to a Jr. high school and Dvinwoody to a Sr. high school.
The 1989 scores for Cross Keys have been adjusted to reflect the con¬
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